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ABSTRACT

This study makes a contribution to the field of pre-service and in-
service teacher education by focusing on formative assessment
practices. A case study of a beginning teacher in an urban high
school, conducted over a period of five years that included one pre-
service year and the first four years of teaching, describes how the
teacher came to understand and amend her assessment practices
through guided questioning of student work. The case study is part
of a larger university research project designed to understand the
process of learning to teach. The outcomes confirm the value of
using a guided inquiry interview protocol to help beginning teach-
ers become refiective practitioners. The protocol specifically poses
questions to engage teachers in discussions about the development
of assessments, the impact of mandates, expectations for pupil
learning, and future modifications. In essence, the case study pro-
vides a detailed description of how one beginning teacher's behefs
and practices changed over five years to reflect more refined think-
ing, despite limited professional support from school administra-
tors and colleagues.

A multitude of studies over the past two decades have confirmed
the significance of the teacher in student learning and achievement
(Greenwald, Hedges, & Laine, 1996; Sanders & Horn, 1998;
Tucker, 2011). A refinement of this idea is offered by Sharon
Eeiman-Nemser (2001) who argues, "what students learn is
directly related to how teachers teach [and] depends on the knowl-
edge, skills, and commitments they bring to their teaching and the
opportunities they have to continue learning in and from their
practice" (p. 1013). In order for teachers to "learn in and fi-om
their practice" they need ample opportunity to reflect on student
learning, as evidenced by formative assessment, beginning with
their preparation for teaching and continuing throughout their
teaching career. This continuity of practice provides sustained
opportunity for teachers to reflect on the relationship between
teaching and learning.

One potential impediment to teachers' focus on pupil learning
is a lack of emphasis on higher-order learning in some teacher
preparation programs.The more common practice continues to be
emphasizing "the acquisition of standardized routines that inte-
grate management and instruction . . . rather than focus on student
learning" (Athanases & Achinstein, 2003, p. 1487) or providing
pre-service teachers with as many instructional strategies as possi-
ble before they begin teaching (Hiebert, Morris, Berk, & Jansen,

2007). When assessment is addressed, programs typically empha-
size the construction of tests and other traditional measures, and
give less attention to the 'formative' potential of assessments to
inform instruction and enhance pupil learning (Hiebert et al.,
2007; Shepard, 2001). As a result of this limitation, some prepa-
ration programs have shifted to a constructivist-oriented approach
(Shepard et al., 200S) that builds upon pre-existing behefs and
knowledge, and encourages continuous reflection with the intent
to change or at least challenge individual beliefs.

Constructivist-oriented practices offer an approach to achiev-
ing the potential of formative assessment by providing opportu-
nities to use pupil work samples as a means of feedback that will
prepare teachers to better meet the needs of their pupils (Black
& Wiliam, 1998; Shepard, 2001; Shepard et al., 2005). Yet, few
studies have been conducted to determine how teacher education
candidates are prepared to use this type of assessment. Lorrie
Shepard and her colleagues (2005) provide the foundation for this
research with the suggestion that analyzing assessments and pupil
work samples "help[s] new teachers develop an understanding of
how such evaluations of learning can inform their instructional
choices . . . [and] develop an appreciation of how learning unfolds
over time, how different students learn, and how these students
respond to their instruction" (p. 316—317).The process of analyz-
ing pupil work samples facihtates the exploration of formative
assessment as a tool for improving both learning and subsequent
teaching. Eor the purposes of this study, formative assessment is
described and demonstrated as a process that occurs over time
and includes inquiry into practice and the examination of pupil
work as feedback for instruction (Black & Wiliam, 1998; Cowie
& Bell, 1999; Eluckiger, Vigil, Pasco, & Danielson, 2010; Lee &
Wiliam, 2003).

If analyzing samples of pupil work is not possible, then evaluat-
ing learning opportunities in a more abstract way may be an alter-
native (Shepard et al., 2005). Engaging teacher education
candidates in designing assessments and working with curriculum
standards provide opportunities for evaluating important aspects
of assessments (Atkin, Black, & Coffey, 2001). Domain mapping,
which links curriculum frameworks with test items, makes it pos-
sible to determine if a test focuses on important aspects of the
curriculum or on those aspects that are easiest to test (Shepard et
al.).Although these learning opportunities are promising ways to
inform teacher education candidates, the preferred approach is to
focus on conceptual understanding and to relate assessment to
instruction and, ultimately, pupil learning. Shepard and colleagues
(2005) conclude.
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Teacher candidates need experience identifying, construct-
ing, and evaluating assessment tasks that tap conceptual
understanding. They need opportunities to focus on assess-
ment as a step in instruction so that they can see how assess-
ment insights lead to next steps for students and for
themselves, (p. 326)

In effect, Shepard and colleagues suggest that focusing on teaching
concepts will contribute to the pre-service teachers' understand-
ing of the value of students' learning to transfer knowledge to
new contexts. In order to accomplish this end, teachers must avoid
narrowed instructional practices that promote rote learning and
teaching to the test.

The case study reported here adds to the limited research
related to preparing teacher candidates to use reflective practices
that are centered on pupil learning The overall study design is
based on the notion that teachers matter (Greenwald, Hedges, &
Laine, 1996; Sanders & Horn, 1998;Tucker, 2011) and that devel-
oping the skills of a reflective practitioner is an essential means of
improving pupil learning (Darling-Hammond & Bransford, 2005 ;
Schon, 1983; Shulman, 1987). A key premise is that, unlike
achievement that is demonstrated at a particular moment, ¡earning
for both teachers and pupils develops over time. The Student
Learning, Student Achievement task force highlights this differ-
ence by noting that, "student achievement is the status of subject-
matter knowledge, understanding, and skills at one point in time,
while student ¡earning is the growth in subject-matter knowledge,
understanding, and skills over time" (Linn et al., 2011, p. 9). In
order to describe growth "over time" the case study approach was
used to focus on the changes in one beginning teacher's beliefs and
practices about assessment and pupil learning over a five-year
period that included one year of teacher education. Data include
nine detailed qualitative interviews wherein the teacher reflected
on her pupils ' work using an innovative "talk-aloud" protocol. Thus
the case study details how using the interview protocol enabled
the researcher to gain deeper understanding about how and why
the teacher's assessment practices changed over time, and also
considers the value of the interview protocol for future research
and practice.

THEORETICAL PERSPECTIVES

This study is informed by several key ideas from the sociocultural
perspective on teaching, learning, and schooling: the importance
of school context as a socially negotiated culture (Erickson, 1986;
Gee, 1996); teaching and learning as value-laden activities
(McDermott & Varenne,199S) and the experience of learning to
teach as a process involving individual beliefs and values that
develop over time as the teachers interact with the realities of
schools (Gee, 2003).

Based on the idea that teaching and learning are negotiated
within specific contexts, a focal tenet of many sociocultural theo-
rists is that all social practices are based on some set of cultural
ideas; they are not value-free (Gee, 1996). Thus, teaching and

learning are immersed in societal ideas about education, school-
ing, learning, and assessment. Consequently, a key aspect in under-
standing how individuals learn to teach and reflect on pupil
learning involves uncovering the behefs and value systems they
develop over time. Sociocultural theory provides a broad lens for
exploring social behavior by emphasizing the role that culture
plays in social interactions.

In addition, the study draws heavily upon educational anthro-
pologist Margaret Eisenhart's (2001) conception of culture as a
framework within which individuals interpret the world and act in
it. She argued that it is not possible to capture contemporary life
in terms of distinct cultures because, in their daily lives, individu-
als are constantly navigating among various cultures, and multiple
roles and identities. Eisenhart noted that individuals adapt to con-
stantly changing contexts by "actively appropriate [ing],
construct[ing], and manipulat[ing]" (p. 211) meanings within given
environments. This perspective suggests that the way teachers
understand pupil learning is by uncovering the beliefs and value
systems they develop over time. These value systems shape and are
shaped in both university teacher education and school contexts.

RESEARCH METHODS

The larger project from which this study derives was designed by
a research group of faculty members and doctoral students to
explore the process of learning to teach using "thick description"
(Geertz, 1973, p. 3). In keeping with the work of Geertz, this
description intertwines cultural threads in participants' experi-
ence, providing in-depth qualitative data from multiple perspec-
tives to explore and explain the experience of learning to teach.
The multi-dimensional case studies examined the process from
entry into a one-year pre-service program through the fifth year of
teaching. The larger study was composed of 22 longitudinal case
studies and examined the relationships among participants' entry
characteristics; teacher learning in education coursework and
fieldwork; teacher candidates' developing understandings of
teaching, pupil learning, and social justice; teaching practices dur-
ing student teaching and the first year of teaching; and pupils'
learning. This larger interdisciplinary research effort began in 2004
as part of the Carnegie Corporation's Teachers for a New Era ini-
tiative at Boston College and was later supported by a grant from
tbe Ford Foundation. The case study reported here makes use of a
subset of the data to examine the effects of guided inquiry on one
teacher's assessment practices over the course of five years—one
year of teacher preparation, including student teaching, and her
first four years in the classroom.

The Question
This longitudinal case study of a begiruiing teacher examined the
results of integrating guided inquiry into formative assessment
practices using samples of pupil work. The study addressed the
question: How does a teacher working in a low-performing, non-
coUaboradve, urban high school construct, understand, implement.
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Table 1. Summary of Interview Schedule

Year 1 : teacher preparation

Year 2: first year of teaching

Year 3: second year of teaching

Year 4: third year of teaching

Year 5: fourth year of teaching

Interview 5

Interviews 8, 9

Interviews 10,11

Interviews 12,13

Interviews 14,15

and revise assessments when using the Teacher Assessment/Pupil
Learning Protocol (TAPL). The protocol, designed by the research
team, uses an inquiry approach to analyzing pupil work samples, as
recommended by the literature in the field. A description of this
protocol is provided in the next section. During a five-year period,
including one pre-service year, the teacher was asked to bring sam-
ples of pupil work to a series of nine interviews (see Table 1 for the
interview schedule).

Teacher Assessment/Pupil Learning Protocol (TAPL)
Since one overarching goal of the larger project was to gain a sense
of how teachers articulate their understanding of created learning
opportunities and the ensuing pupil learning, a "talk-aloud" inter-
view protocol focused on assessment was developed and inserted
into nine of the fifteen interviews (see Table 2 for the
protocol). Developed as part of the larger research study, the TAPL
protocol was the result of ten educational researchers' collabora-
tive efforts to design a tool to be used in quahtative interviews with
22 teachers over a five-year period. Prior to drafting the protocol,
the team reviewed relevant literature with an emphasis on the work
of Newmann and his colleagues (1996) that focused on authentic
assessment. After multiple iterations, the team developed the first
TAPL protocol and piloted it on two individuals outside the study
who possessed similar characteristics and taught in similar educa-
tional contexts. The concerns that surfaced in the pilot interviews
were brought to the larger team, and after further revision another
round of pilot interviews was completed. Feedback from the sec-
ond round of pilot interviews resulted in further refinement to the
protocol including additional probing questions to be used as nec-
essary to better articulate the themes of the project.

As a qualitative interview protocol, the validity of the tool is
best demonstrated through the "credibility" and "transferability" of
the protocol (Teddhe 8c Tashakkori, 2003). "Credibility" refers to
making quahtative interpretations more authentic. "Transferabil-
ity" is assured when findings occur in multiple contexts. In order
to achieve these qualities, the research team drew on Hill,Thomp-
son, and Williams' ( 1997) "consensual" approach to team research.
The research team used the same protocol across all 22 cases and
then worked inductively to arrive at "consensus judgments" (p.
521) about data coding and frameworks for analysis. Furthermore,
the team placed emphasis on the comparison of results between

Table 2. Internal TAPL Protocol

Interview Question Categories and TAPL Interview Questions

1 . Description of Assessments and Classroom/School Context
Questions related to the creation, implementation, sequencing, and
rationale for use of the assessment.

How do these assignments fit into a iarger unit?

Probes:
• Was this something you devised yourseif?
• Was any part of this lesson from a preexisting iesson that you

adapted?
• Why did you decide this lesson/assignment/assessment would be

appropriate? How much autonomy did you have in creating the lesson
or assignment?

2. Evaluation
Questions related to pupil learning goals on the assessment and teachers'
understanding of how pupils met goals and demonstrated proficiency.
• What did you want students to get out of this activity?
• How do you know whether or not students accomplished what you

wanted them to get out of this activity/lesson/unit?
• Probe: How did you evaluate these assignments (rubric, scoring, etc.)?

3. Change
Questions related to how well the assessment worked and how it might
be altered for future use.
• Is there anything you would change about this lesson or assignment

or unit? What? Why?

4. High, Medium, and Low
Questions related to the selection of high, medium, and low examples of
pupil work; the context related to these examples and pupils; and com-
parisons between these pupils' performances and the performance of the
whole class.
• Let's now look at your examples of a high-, a medium-, and a low-

level response. How do these samples compare to the overall class?
• Probe: Is this work representative of the class? Is this what you

expected? •

• Did the students who completed these examples meet your expecta-
tions? Why or why not?

• Probe: What might you do differently in the future for each of these
students?

• Why did you choose these?
• Probe: Tell me about these three students (SPED, ELL, Bilingual)
Note: The full TAPL protocol designed by the larger Qualitative Case Study Project
at Boston College included both an internal and external evaluation. Principal
investigators on the project were: Marilyn Cochran-Smith and Patrick IVIcQuillan at
Boston College. Only the internal evaluation was used in this study See D'Souza
(2008) and Gleeson, Mitchell, Baroz, & Cochran-Smith (2008) for details on the
external evaluation.

cases in an authentic context as each participant was a practicing
teacher who brought work samples from their actual pupils to the
interviews.

More specifically, the TAPL evaluation involved participants
collecting assessment tasks and pupil work samples periodically
throughout the school year. These included one culminating assess-
ment and two assignments leading up to that assessment. In the
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interview, teacher candidates described the assessment tasks and
larger unit from which each task derived. Teachers also evaluated
learning goals, pupils' performance on the assessments, and
changes they might make on the assessment. Then they selected
examples of "high," "medium," and "low" pupil performances from
the work samples and addressed questions related to pupils' learn-
ing as demonstrated on these assessments.This study used data col-
lected from theTAPL portion of the interviews to determine how
a teacher engaged in reflective practice when guided through the
TAPL protocol.

The Teacher
The TAPL data used for this study centered on one teacher, Eliza-
beth, who was selected foremost because of her participation in
the study over the five-year period and her rich, detailed interview
responses. She was not the only teacher to share such detail, but
she consistently came to the interview with all the requested pupil
work samples. Furthermore, Ehzabeth was selected due to the
unsupportive context in which she worked. Even as she demon-
strated the potential benefits of guided inquiry, in her school there
was a lack of administrative support, limited opportunities for fac-
ulty collaboration, and lack of strong parental involvement—
exactly the type of school environment where pupil learning
remains a major concern as a result of continued poor perform-
ance on state tests.

Ehzabeth, a 22-year-old Anglo-American female, grew up in an
affluent suburb of a large New England city and excelled in her
own education. She was academically self-motivated and sought
extra help in math, her most difficult subject in high school. After
receiving her Bachelor's degree in English from a selective Jesuit
university, Elizabeth entered a highly competitive Master's degree
program in secondary English with a focus on urban education.
She was not planning to pursue a teaching degree until she had a
rewarding experience tutoring inner-city youth during the latter
part of her undergraduate schooling.

Elizabeth's commitment to urban youth, combined with her
work ethic and organizational skills, all contributed to her success
in both the Master's program and her teaching position. Ehzabeth's
pre-practicum, fiJl-practicum, and early years of teaching were in
an under-resourced, low performing urban high school in a large
New England city.The school, located in one of the poorest sections
of the city, was beset with gang violence. It was considered a "last
chance" high school for pupils who failed at other schools. The high
school consistently ranked among the bottom group for student
achievement, college attendance, teacher retention, and pre-gradu-
ation dropout rate(50% of the student population). Elizabeth's
classroom lacked a computer, printer, overhead projector and
screen, locking filing cabinets, and white boards. In addition, she
struggled with the limited support provided by her principal,
administrative personnel, and parents. Famihar with the difficulties
facing the school and steadfast in her commitment to urban educa-
tion, Elizabeth has continued to work at the same high school for
the last six years. She began a part-time doctoral program in urban

leadership at the conclusion of her third year of teaching. She has
no immediate plans to leave her current position and intends to
remain in the field of education for her career.

Data Analysis
As George and Bennett (2005) suggest, the strongest means of
drawing inferences from cases is to first understand the case in-
depth. This enables the researcher to reduce the data to get at the
essence of the individual case within its context and in terms of its
specific conditions (Stake, 2006). Themes or patterns used across
cases to help interpret a larger data set must first have explanatory
power in one case before they are apphed more broadly (Ayres,
Kavanaugh, & Knafl, 2003). Thus, the analysis of Ehzabeth began
with a detailed case narrative, drawing on key excerpts from inter-
view and observational data. The structure for the narrative analy-
sis included these categories, such as entering characteristics and
teachers' experiences with content and pedagogy, learning and
assessment, and efforts to teach for social justice. The "conceptual
structure" (Stake, 2006, p. 3) or working theory of the case derived
from the interplay of patterns and themes that emerged from the
case in its particular context and conditions.The case was then used
in conjunction with detailed coding of the individual interview
transcripts with a focus on the interview excerpts related to pupil
learning and assessment. Each interview was examined in its
entirety while identifying codes related to pupil learning (see Table
3). The data were read a number of ways to ensure openness to
"new perspectives" (Charmaz, 2000, p. 515) of the material. Data
were first read chronologically and then in reverse chronological
order. Next the interviews were read by question. For example, the
response to "How do these assignments fit into a larger unit?" was
read for all nine of Elizabeth's interviews, and then the response to
the second question "What did you want students to get out of this
activity?" was read for each interview. Finally, the interviews were
read by assessment type, beginning with all the interviews that
focused on teacher-developed assessment and followed by those
that focused on school-mandated assessments.This last strategy was
employed because Elizabeth's district required a number of assess-
ments to be used across all high schools as a measure of consistency
and comparison. Completing multiple reviews of the data helped
to ensure that "unforeseen directions" (Charmaz, 2000, p. 515) in
the data analysis were identified.

Finally, codes were collapsed to yield three larger categories—
beliefs about assessment, use of rubrics, and responsibility for
learning. Table 3 shows how the various codes were collapsed.
Developing these categories involved "successive iterations" (Miles
& Huberman, 1994, p. 256), wherein data were reorganized
according to broader analytic interpretations (Coffey & Atkinson,
1996; Glaser & Strauss, 1967). One of the more important
aspects of category development involved verifying that the rela-
tionships made sense by searching for "patterns, themes, regular-
ities, as well as contrasts, paradoxes, and irregularities" (Coffey &
Atkinson, 1996, p. 47). Consequently, a process of testing various
data sources, both confirming and disconfirming, and revising the
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Table 3. Coding Analysis

Pupil Learning Codes
(1, 2, 3 denotes the category below in which this code was present)

Autonomy and mandates
Assessments-: tests, papers
Classroom management
Pupil effort and motivation
Expectations
Grading
Perseverance
Planning and instruction
Pupil ability
Pupil relationships
Reflection
Resources
Scheduling
School context
Social justice

Categories
1. Beliefs about assessment
2. Using rubrics
3. Responsibility for learning

(1,2)
(1,2,3)

(2)
(1,2,3)
(1,2)
(1,2)
(1,3)
(1,2)
(3)
(3)

(1,2,3)
(2)
(1)

(1,2,3)
0,3)

Note. This is an overall list of codes that includes the categories in which each
code was placed

associated categories, was used. This process provided the neces-
sary framework for analyzing teachers' focus on pupil learning
using a close examination of category formation to identify mean-
ingful explanations (Glaser & Strauss, 1967).

THE LONGITUDINAL QUALITATIVE FINDINGS

The results of this qualitative study highlight the breadth as well as
the depth of detail that was collected using the TAPL protocol. The
effectiveness of the protocol in engaging teachers in reflective
thinking and encouraging pupils to do the same are also evident.
The inquiry-based interview technique detailed clear changes in
Elizabeth's views on assessment and pupil learning over a five-year
period. Data showed that by her third year of teaching, Ehzabeth
encouraged pupil self-reflection on personal learning experiences
during process writing. The second section of the findings focuses
on how Elizabeth struggled with the use of rubrics during her ini-
tial years in the classroom. This example provides evidence of the
difficulties Elizabeth faced when making decisions about how to
assess pupil work. It also offers a sense of the role the school con-
text played in Ehzabeth's learning process. Most importantly, Eliz-
abeth's use of rubrics provides evidence, gathered through guided
inquiry, of her struggle to improve pupil learning over her pre-
service year and her first four years of teaching.

Perspectives on Pupil Learning
Detailed analysis of Elizabeth's ideas about improving pupil
learning demonstrated a notable shift from a focus on narrow,
specific areas where she could make improvements in individual

assignments to a broader focus on developing long-term learning
objectives to better prepare pupils for college. For example, dur-
ing her student teaching, Elizabeth focused on providing practice
in revisiting text to hone analysis skills. She developed a compre-
hensive unit where pupils completed mini-lessons and then devel-
oped each step of their essay with Ehzabeth's support. In addition,
Ehzabeth focused her time and energy on working with pupils
individually in the areas where they struggled to succeed.This cen-
trahzed effort changed to some degree as Elizabeth moved to her
first year of teaching. For example, she described a larger peda-
gogical strategy she would change when teaching the unit again, "/
think I would ... break the students up into groups and have them do read-
ing ^roup."Although Elizabeth had ideas for improving instruction,
she wished she had given more frequent assessments and "planned
backward" more effectively. She explained, "planning backward, I'm
still not doing a very good job at that [meaning] what is it that I want
them to learn because I'm doing everything thejirst time so Ijeel like it's
very hard for me" As a result of Elizabeth's desire to plan backward,
she set a goal during her second year to develop a long-term cal-
endar that listed every assignment due each month.

During her second year Elizabeth lamented on the fact that she
had not achieved her desire for long-term planning each month,
but she strove to set very clear objectives for her pupils which were
intended to increase their independence. In addition, Elizabeth
wanted pupils to be able to develop their own argument for their
papers without being guided by a specific question offered by the
teacher. Ehzabeth beheved this type of writing would be the best
preparation for transitioning to college writing. By Ehzabeth's third
year, she developed a more sophisticated understanding of assess-
ment. She went from acute attention on one individual assignment
during her student teaching to a well-developed set of goals for
how she could better guide her pupils learning through long-term
planning objectives and more expected pupil autonomy.

Although Elizabeth was more confident in her assessment prac-
tices during her third year, she continued to reflect on how she
could improve her pupils' learning. Some of her goals were very
specific, for example, providing exemplary pieces as model
papers. Doing so, she believed would "give them more sense of qual-
ity" ïor the level of expectation. Furthermore, at the conclusion of
her third year, Elizabeth set a goal to design a unit with a capstone
event showcasing pupil work in an authentic context. She believed
this would provide additional incentives for pupils to work more
diligently on drafts in anticipation of a public review. Elizabeth also
set a goal to "teach them how to be better revisers . . . I wished they did
more drafts on their own. That definitely would help them." She contin-
ued to believe that she needed to develop her students' sense of
independence and ownership for their own learning.

A final important development in Ehzabeth's understanding of
assessment, identified during her third year, was her goal of
including more reflective writing exercises in her units. She hoped
the process of pupils reflecting on their own learning would push
their understanding of the writing process to the next level. Ehz-
abeth explained.
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The one thing 1 wish I did was ask the pupils to reflect on this prod-
uct because I would have liked to have known what they did feel
like they've learned that they can take with them the next year . . .
the final reflections [are] where I feel like 1 get the most informa-
tion about the students and their attitudes towards what they're
¡earning.

Ehzabeth's goal of including pupil reflection in her teaching was
evident in her fourth year; she included a meta-cognitive paper in
which pupils reflected on their final project as well as the process
they used to develop it. She hoped this process would encourage
her pupils to become "more independent thinkers."

Elizabeth's case demonstrates the benefits of guided inquiry
over the beginning years of teaching, as she was able to describe in
detail her focus for evaluating pupil learning as well as her goals. It
became apparent that her beliefs about improving her practice
changed from very specific ideas about one assignment to larger
curricular changes focused on how pupils demonstrate their learn-
ing. It should not be entirely surprising that Elizabeth struggled
with long-term expectations during student teaching, as she was
only in the classroom for 10 weeks so there was little opportunity
for long-term planning. However, the growth that is evident from
Elizabeth's first year to her fourth year is noteworthy as she artic-
ulated the benefits of requiring many writing exercises including
reflective pieces, which push pupils to think about the process of
learning to write. By her fourth year of teaching, Elizabeth viewed
improving her instruction and assessment as an endless cycle, "I'm
never satisfied to just 'let me get the binder out and do the exact same
thing! There's always things you want to make better."

Using Rubrics in an Unsupportive School Context
Elizabeth also demonstrated a change in her understanding of
assessment when detailing her use of rubrics to evaluate literary
essays. As a secondary Enghsh teacher, Elizabeth believed pupil
mastery of literary essays was a key assessment of her practice. The
issue, however, was grading. During her student teaching, she
lacked the confidence to read through an essay and identify it as an
"A" or a "C" paper. This lack of confidence in her ability to score a
paper holistically initially led her to use rubrics to assess the cul-
minating essays her pupils created during her student teaching. She
used a rubric as a way to validate the essay grades to her pupils,
administrator, and parents. However, even with the rubric, she was
unsure of herself. Elizabeth waivered saying, "even with the rubric, I
still feel like sometimes [the students] are going to ask me ... 1 don't even
know if I know how to articulate [their grade] because in grading Enghsh
papers, I think it's so hard . . . it's not right and wron^."However, dur-
ing her first year of teaching, Elizabeth began to think of rubrics
as a more formative tool through which her pupils could assess
their own papers and make revisions. She made it a standard prac-
tice to give her pupils the rubric at the beginning of the unit and
then use it to point out to pupils where they could make improve-
ments on their rough drafts. In this way, the rubric became a tan-
gible guide for pupils to use to improve their writing.

The most striking change in Elizabeth's thinking about rubrics,
however, came during her second year when she decided not to
use a rubric on the final essay of the year. She felt confident that
her comments alone would justify the grade. She explained:

/ didn't use a rubric for this. I just decided that for this last paper
for [the students] that I was just going to write comments . . . I've
read so many papers, and I'm able to kind if have a little stronger

footing as a C paper versus a B paper.

During her second year, Elizabeth also became adamant in her
belief that rubrics had been designed to hold teachers account-
able instead of as a tool to support learning. This idea was hkely a
result of her district's requirement that each final product in a
pupils' portfolio include a rubric. She exclaimed, 7 really believe
that rubrics are just making teachers accountable. It has nothing to do
with the student. I believe in telling students what it is that you expect out
cf them [but not necessarily in the form of a rubric]."Thus, Elizabeth
suggested that in some instances the assignment alone should be
enough to explain the criteria necessary to guide pupils in meet-
ing expectations.

Although Elizabeth expressed her increased confidence in grad-
ing, she still admitted that without working with others she had no
way to validate her methods. She explained, 7 don't collaborate with
other people on these . . . so this is only what I think. So perhaps that's the
major downside cf it." Although Elizabeth felt confident that she
could grade papers without a rubric during her second year of
teaching, she still waivered somewhat on this practice as she had
no discussions with colleagues regarding their experiences with
grading. Elizabeth desired to be in a community of learners where
assessment practices could be exercised and revised collectively;
instead she worked at a school where teachers were isolated in
their practice.

In fact, Elizabeth admitted she felt like a "Lone Ranger" in her
efforts to continue to improve her instruction. The lack of support
from the administration at her school extended beyond the need
to manage student attendance and behavior; it also affected her
opportunities for professional growth as a teacher as well. Eliza-
beth beheved she was working against the culture of the school
when focusing on pupil learning as she believed she should be held
accountable by school administrators to improve her practice.
Instead, she was rarely observed before she was given professional
status, an achievement usually earned after three to five years, and
which was granted to Elizabeth after just one year in the class-
room. She explains, 7 was given free rein to do what I wanted to do and
that's nice in some regards and then other times I'd feel like I should be held
to some standard" By the conclusion of her fourth year, Elizabeth
was discouraged by the lack of feedback on her teaching fi-om the
administration:

No one's coming in to challenge me to be better as a prcfessional
[and] that's really becoming very frustrating. I feel like there's
nowhere higher to go here in terms cf becoming a better teacher. In
terms of prcfessional growth I feel I've really reached a stagnant
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pool here. I feel that more now as a fourth-year teacher and I won-
der if other teachers feel the same way about working here?

Despite the lack of administrative and collégial support, Elizabeth
persevered in her commitment to pupil learning by finding sup-
port outside her school.

During Elizabeth's third year of teaching, she was assigned an
Advanced Placement (AP) English class. As a result of her shift in
focus to the AP exam, Elizabeth developed a new perspective on
rubrics through her engagement witb an on-line AP forum. Her
desire to work with colleagues on planning and assessment pushed
her to search for support from other AP teachers across the coun-
try since her colleagues at her school did not provide the collabo-
ration she hoped for as a beginning teacher. During one of her
many conversations through the forum, Elizabeth received a one-
page rubric from an experienced teacher which renewed her
interest and support of rubrics. Unlike her experiences in the past
where she believed rubrics were used to hold teachers account-
able, this rubric included broad categories for teachers to highlight
the general categories and give feedback, but not assign specific
points to each section. She explains:

I've been able to use it for most grades and most classes and it's very
comprehensive but the best part about it it's one page . . . there are
three major categories and then there are subcategories, organiza-
tion, content, ideas, use of text and then language and mechanics.
And there is a gradation system, exceHent, good, average, needs much
improvement, not acceptaMe. And I like it because itfaHs in one
sheet and it's easy for students because ¡ highlight where theyfaH
and it's just easy for students to see where they are and what room
they have for improvement . . . So 1 just liked how this was presented
because there are no numbers .. .And 1 think that's why rubrics drive
me crazy because you're trying to fit kids into a number system.

In addition to Elizabeth's success using the new rubric to provide
feedback to her pupils, she also used this same rubric for pupil
self-assessment during the draft phase. By her third year and con-
tinuing through her sixth year, Elizabeth found a more open-
ended, condensed rubric to fulfill her goals for clear feedback,
both formaüvely and summatively, as well as providing an oppor-
tunity for her pupils to assess their own progress.

Elizabeth's reflection on her use and understanding of the pur-
pose of rubrics reflects a strong change over time. She initially
beheved rubrics were her way to articulate her grades in a highly
visible manner. By her first year, she saw rubrics as a formative
tool to help pupils improve their final papers. During her second
year, she found herself "rubriced out" as she was forced to use
rubrics for all major assignments that were placed in pupil portfo-
lios. Although it is difficult to know if Elizabeth would have devel-
oped the same distaste for rubrics had her district not mandated
their use on a large-scale, it is evident that she didn't beheve she
needed to be held accountable in such a rigid manner. Finally, dur-
ing her third year and continuing through her sixth year, Elizabeth
articulated the benefits of using a rubric if it is designed well and

provides clear direction for pupil improvement without the
tedious number counting used in some rubrics.

DISCUSSION

The findings reveal the benefits of an inquiry approach in support-
ing teachers' changes in beliefs and practices over time. They sup-
port the use of guided inquiry to facilitate teachers in developing
a stronger inquiry-stance on learning and encouraging their pupils
to do the same. The interview technique required Elizabeth to
remain a reflective practitioner even though her school context
rarely pushed her in a similar direction. In addition to Elizabeth's
participation in the study, her frustration level regarding the con-
tinued lack of professional support was further highlighted when,
in the summer before her fourth year of teaching, she enrolled in
a doctoral program that focused on urban leadership. The program
gave Elizabeth opportunities to network with individuals in other
urban schools where the administration provided positive support
for teachers, held high learning standards, and instituted sound
attendance and discipline pohcies.This program also sparked Eliz-
abeth's interest because she believed there was so much more for
her to learn about "why students perform the way they do" and "the lay-
ers of their thinking." As such, Elizabeth's view of assessment and
pupil learning were influenced by her experiences in studying the-
ory, learning about successful urban schools, and meeting person-
nel from other area schools.

The inclusion of theTAPL (seeTable 2) protocol engaged Eliz-
abeth in the discussion, collaboration, and reflection she found
lacking in her school context. It provided her with an opportunity
to express her ideas, concerns, and goals in a non-judgmental way.
This was a result of the design of the research study. It was not
designed as action research and consequently, the researchers
asked the questions and prompted thinking, but did not provide
feedback on the participant's teaching. This is a key element in this
study, as using guided inquiry gave the teachers an opportunity to
think aloud about their practice and future changes to their prac-
tice without fear of negative evaluations.

IMPLICATIONS FOR RESEARCH AND PRACTICE
This study makes a contribution to both pre-service and in-service
teacher education by providing insights into how beginning teach-
ers understand and amend assessment practices through guided
questioning of pupil work using theTAPL protocol (seeTable 2).
The dialogue highlights the complexities of assessment and related
struggles facing beginning teachers as they develop learning goals,
grapple with long-term planning, sind navigate school contexts.
The TAPL protocol specifically poses questions to engage teachers
in discussions about the development of assessments, the impact
of mandates, expectations for pupil learning, and future modifica-
tions based on pupil learning outcomes, all of which provide a
window into the complex process teachers employ when assessing
their pupils.
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Thus, this study supports the hmited research on preparing
teacher candidates for constructivist-oriented assessment prac-
tices. The findings suggest that analyzing assessments and pupil
work "help[s] new teachers develop an understanding of how such
evaluations of learning can inform their instructional choices . . .
[and] develop an appreciation of how learning unfolds over time,
how different students learn, and how these students respond to
their instruction" (Shepard et al., 200S, p. 316-317). Thus, the
rich data gathered from the TAPL protocol benefit researchers in
two ways: (1) they inform the process of learning to teach for
pupil learning, and (2) they show how beginning teachers can be
provided opportunities to explore their thinking about pupil
learning in a non-judgmental environment.

Another contribution that this study makes to the field is evi-
dence in support of formative assessment as a process that teachers
can use to improve pupil learning. Although still a relatively hmited
focus, formative assessment has been an increasingly prominent
topic of inquiry in the last decade (Broadfoot & Black, 2004;
Brookhart, Moss, & Long, 2010). This study was grounded in the
idea that formative assessment is a continuous process that teachers
employ to better understand pupil learning and enhance future
instruction (Black & Wiham, 1998). Building from the three stud-
ies (Cowie & Bell, 1999; Dekker & Feijs, 200S; Lee & Wiliam,
2003) that followed Black and Wiliam's (1998) recommendation
that formative assessment studies include a longitudinal perspec-
tive, this study provides the perspective of one teacher as she grap-
pled with assessment across a five-year period. The data imply that
teachers should be provided with coursework focused on formative
assessment during teacher preparation, and then given ample
opportunity to develop and assess pupils formaüvely during stu-
dent teaching with the guidance of supervising practitioners and
university supervisors. During their early years of teaching, begin-
ning teachers should be guided by supportive mentors. In addition,
in cases like Elizabeth's where the school context remained unsup-
porüve, engaging the university as a bridge between "student of
teaching and teacher of students" (Ingersoll & Strong, 2011, p.
203) is essential. The involvement of higher-education faculty pro-
vides continuity of support for the novice teacher and has the
potential to help develop a partnership focused on improving pupil
learning through guided inquiry. The idea of higher education tak-
ing a role in providing support to their teacher graduates is not new
(Berry, 2006; Boyer, 200S; Peter & Du Mez, 1997); however,
developing the university's role as a bridge that specifically links
learning to teaching and pupil learning is relatively novel.

A final contribution this study makes to the field is providing
evidence for the benefit of guiding teachers to develop inquiry
skills in their pupils. Following Fluckiger and colleagues (2010),
whose study found that engaging university students in formative
assessment practices greatly improved their learning process, the
findings of this study reinforce the need for teachers to engage
with pupils in reflective practices. As Ehzabeth became more
experienced in her practice and more sophisticated in her thinking
about assessment, she realized that engaging pupils in reflective

thinking about their OV*TI learning was an essential part of the
learning process. Through her own inquiry into her learning as a
teacher, she articulated how important it was for her to grasp what
her pupils beheved they had learned and where they still felt they
needed to grow, thus realizing the goal of formative assessment, to
inform both teachers and learners.
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